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The repert on this year's (Year II) nmchform I_V!pr\?!lru,._
covers thres areas: 1) the continued evaluation of the style-oriented
curriculwm that is currently being used in the Ivr:ptogrn: 2) the over-
all level of competence of children in the IVY program independant of-
the experimental study just cospleted; and 3) the evaluation of the day~
care center training progras directed by Mrs. Harriet Steinberg. This
latter program is based, in part, upon the lesson Plan strategy developed
for the IVY program.

Both the choice of curriculum material and the teacher training method
in the oxptrinntal portion of the IVY program were contained in the report
prepixed by this writer on the previous yu;t‘: work (Webb, 1973)}. W¥e be-
lieve, however, that we have since developed gur ideas on the notions of
intelligence woxe fully, and we see these thaoretical advances as a sig-
nificant part of our contribution to early education in generai.

The report on the Year II research will be somewhat simpler than that
prepared for Year I. A number of methodological probim (e.g., time~
sanpling techniques for teacher observations, training and monitoring of
testers) were worked out during Year I and discussed at length in the pre-
vious report. Also, some empirical points (e.q., the difference between
experimental teachers’ behavior when using tll\el lesa;on Plans versus control
teachers’ behavior during their own lessona) seemed so clear that they were
not worthy of replication. Overall, the results from Year II are amenable
to a simpler presentation since our conclusions this year depend less on

complex patterning in the results than they 4id in Year I.
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As in the previous yuar:l wofip the content of the curriculum was based
upon a particular view of the naturs of intelligence. In the previous report,
this writer suggested that tho general concept ot.intolli.gence should be
analyzed into at least three separable, but not statistically independent,
mts callod power, structure, and atyle. Power was described as the
general efficiency of mental operations most similar to Spearman's g. The
literature mqqeltet‘-l' that this is an extremely ztable human characteristic
after the age of three or four and pProbably not a suitable candidate for
experimental modification. The structural components of intelligence are the
basic underlying operations of thought that do not vary amcng normal members
of the species. Tpc;e are, in effect, the species-specific aspects of human
intelligence. No intervention short of the nnuttfxtxenn‘pgtbrts at environ-
mental modificatior would be expected to have any significant effect on these
components of intelligence.

We believe that most programs of preschool intnr;ontion have errone-
ously attaléted to modify power or structure and in so doing have been
predestined to fauu:;. We would Propose, however, that a thoughtful
" analysis of the social aspects of human intelligence.p:ovidssa new basis -
for intervention and one that is mach more likely to produce long-term
effects, ' . |

Li titat glance, there appear to be at least three distinct, although
interrelated, Processes by which social factors mediate intellectual groﬂtgo
Pirst, a secure attachment with a mother or mother Sigure appears to facili-
tate exploration and play in infancy (Ainsworth & Bell, 1969; Harlow &

Harldﬁp 19697 Main, 1973; Rheingold & Eckerman, 1969), and these activities




seem to be essential aspects of intellactusl growth. Main (1973), in fact,
has demonstrated nét only that a securs att;chlunt relationship can m~4iate
intellectual performance by modifying play, exploration, and social inter-
‘action, but alsc that securely attached childreh outperforned insecurely
attached children by about 15 yoints on the Bayley H-néal Scale. Main
argued that the éain in DQ points was due, in part, to the social skill
shown by the ncun children iu dealing with the examiner.

. A second role that social factory play in intallectual growth is the
providing of models for incorporapion into the child'e behavioral reper~
toire. Due perhaps to the pervasive influsnce of Piagetian constructivist
e;iltellology. the role of models in the development of intelligence has
béan a ‘relatiwly ‘neglected topic in recent yeara;-with the notable ex-

) ception of the wurk of Jerome Bruner (1971). Most of the work on modelling
(e.g., Bandura, 1969) has been conce_med with \sggiaii.zation per se (e.§.,
why some models are accePted more readily than otherss Flanders, 1968)
rather than with the incorporation of intellectual skills. It is possible
to assert, however, that modelling processes are essential to the chi.ld's.
intellectual growth. In infancy, social models may demonstrate patterns
of raeciprocal play which may, in turn: constitute prototyPes for later
instructional interactions. In later chiidmodr chiidren are expected

to incorporate many specifi= models of bowh behavioral skills {e.g., how
to ride a bicycle) and intellectual skills (e.g., mathematical operations
of algebra). Neither of these ablilities follows automatically from the
self-regulated intellectual development of the child, but depends on the

incorporation of cultural tools. While there are certainly constraints--
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. both motoric and intellectual--that 1limit the process of acculturation,

competence ;3 ag much a function of the tools available in one's culture .
and the use one puts them to as of any intrinsic factors.

The third role that social factors play in intellectual growth, and
the p;riuzy tODi:c': for discussion here, is the gocialization of a child to
the intallectual world view of his social group; this topic appears to have
considerable relevance for ethnic and social-class differences in intellectual
performance, and for the problem of educational intervention. If it may be
assumed that a child's "intellectual" approach to life is shaped by the
availability of cultural models and the quality (e.g., security or in-
security) of his relationship with significant persons, the question still
Temsing: to what is the child being socialized? How does his social ex-
perience affect his 3pproach to intellectual activity? The thesis on which
ourvuoxk with the IV program has been based is that there are important §
and pervanive differences in the intellectual functi;:»ning of children
that may not be tapped by conventional IQ and achievement medsures and
that are closely related to particular kinds of social exverience.

Hess's (1970) raview demonstrates that there is a major controversy
over the means by which ethnic and social class factors affect the develop-
ment of childre:. OCiten the effects themselves are well-known--as in the
connection between social class and school performance, or betwecn race
and IQ0 in this country--hut there ig essentially no understanding of what
processes mediate the relationship. Social class may--to follow the line
of Jensen (1969) or Herrnstein (1973)--represent society's sorting itself

out on the basis qf innate intelligence. Still, work by Hess and others
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(Pernstein, 19707 Hess & Shipman, 1965; Bee, et al., 19569 Gresnfield &
Bruner, 1969) suggests that the way in which children are rocislized may

-~ have an important influence on the way they think, affcctin& their in~
telligence in the broad sense.’

But what do we;Mean by “intelligence in the broad a;mo"? We would “
like to proposs that to examine the effects of social experience on chil-
dren's intellectual performance in a sufficiently complex fashion, we must
attempt to escape the rubrics within which intelligence is conventionally
viewed. It has been argued élmhu‘e {see Wabb, Oliveri, & Harnick, 1974)
t'h'at the two major approaches to intelligence--Piagetian and psycho;netric--
may each be inadequate bhoth for assessing the effects of socializing
practices on intelligence, and for providing a framework for the insti~
tution and evaluation of compensatory educational intervention. The
“structures” of huvan intelligence, in the Piagetian gense, are universal

.. oF perhaps, species-sgpecific helim'riors that are seen to develop iy similar
fashion i:k:‘__al\':. children: as guch. they should not be particularly appro-
priate to;:. or susceptitle to, modification by any less than extreme en-
vironmental variation. A psychometric approach to educational intervention
creates related problems in that intelligence as assessad'through IQ tests

-appears tO be one of the more stable of human characteristics after about the

ajge of four (Bloom, 1964), and to be determined to a great degrée by heredi-
tary factors (Vandenbexg, 1971). Even though it is quite possible to modify
IQ scores in the short run through a variety of programs (e.g., see reviews

by Bereiter, 1972: Bronfenbrenner, 1974; Kaznes. 1973) the long range bene-

fits of such intervention are still in doubt. It has been found--apparently

+
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without exception--that within one to two years after children leave inter-
vention Programs their te:t;d IQ's decline to the levels of untreated con~
trols (see raviews above). Most investigatoxrs imply that this so called
'th effect” iz due to the child's return to his debilitating environ~
ment (Bereiter, 1972; Weikaxt, 1972) and there 15 at least one explicit
model of the phencmenon {Campbell & Frey, 1970). We would argue, on the
other handlf that the fade-out affect is inherent in the nature of the IQ
testc which by definition i3 a measure of the performance of a child re'la,-' .
tive to the average child of the same age. As children get older, the
f:elt con”ent changes, and the skills that have been taught in the inter-
vention program are no longer relevant to test performance. Psychometric
I¢ thus appears to be an unsuitable choice as the standard of success in
educational intervention. ‘

The approach that appears more appropriate and of more Potential
long-range benefit is concentration upon what has been texmed style
(Webb, et al., 1974).\ Two or more individuals with identical intellectual
structures and similar IQ's may still respond in different ways when faced

with a problem demanding intellectazl ac:tivj.ty; In that their mode of

_ responding is a relatively consistent aspact of their intellectual per-

formance, it may be considered their style. Important aspects of style
appear, in turn, to be ‘dntemj.ned to a great extent by social events.

The postulation of a dimension of intellectual style that is deter-
mined in large part by social experience receives support in the literature

from Bernstein's (1970) notion of restricted and elaborated communication

“codes, Sigel's (sigel, Secrist, & Forman, 1973) notion of "distancing,"
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ard the increasing body of work on the verbal madiation of memory (e.g.,
see Tlavell, 1970). Bernstein (1970), for example, argucs that particular
forms of social-class experience shape particular modes of communication.
The econcmic circumstancee of the lower class are said to create a culture
vhare "we" ie enpl;uiud ovar "I,” and where many identifications, exper-
iences, and assumptions are closely shared. In this type of social situ-
ation, there appears little need for detailed verbal explication of meanings,
motives, or feelings; consequently, a ”rest;:ictod code® arises which is
composed of csntext-dependent utterances with implicit and particularistic '
(tied to the immediate situation) meanings. The social situation of the
middle class, however, is gajd to emphasize "I" over "we"; the intent of
other speakeérs cannot ﬁften be taken for granted, and speakers are en~
couraged to elaborate meanings and make them more explicit and specific.
Thus, middle-class speakers are seen to develop the tendency toward an i
“elaborated code,” which embodies more context-independent utterances

wimu meanings are explicit and universalistic (transcending the imme-~

diate situation). The elaborated-restricted code distinction also implies

a second important feature of i’.ﬁtellectual style. 1 .e degree to which a
child belleves the world is amensble to rational understanding and thot

his own efforts are effective in modifying it will vary as a rfunction

of culture (Greenfield & Bruner, 1969} and of social group (Bernstein,

] 1970} .

Although Bernstein emphasizes that a restricted code should not be
devalued as a mde of commanication within a particular social context,

it does not appear adaptive in a gchool context where communication of

~ i ~10
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explicit, abstract, and unj.\;mllistic weanings is expected. “Thus between
tha school and the community of the working-class child there may exist a
cultural discontinuity based upon two radically @ifferent systems of
communication” (Bernstein, 1970, p. 29). This is, then. one dimansion

of what we're calling “style“"-~the tendency (or lack thereof) to communi-
cete inter-individually in an explicit, abstract, and meaningful wmanner.
with understanding and anticipation of the perspective of one's partne -
(3ee Garvey & Hogan, 1973, for a sample of young children's competence

in these matters).

The notion of style can also eubodyt however, tlie adaptive use of
intra-individual comsunicstion. that is, the charscteristic use of one's
repfemtctiom abilities of memory and language to “help oneself” In-
tellectually (see Carroll, 1964). This is what is implied in Sigel's
“distaicing hypothesis"~-the notion that not all children automatically
uss thair Cepresentational abilities to their best advantage when cop=
fronted with tasks demanding intellectual activity. Sigel advocates
tesching children to 40 s0 by stressing the abstract and the non-presént
a8 opposed to only the concrete and the present; the point is to encourage
children to use their representational skills to create some distance
between themselves and the immediate situation--to make themselves “step
back,” ss it were, and give themselves a chance to think and talk about
what they're doing and percelving.

Style should be considered an intellectual Weltanschauung, a character~

istic way of approaching intellectual tasks in genexal that may be reflected

in a numbexr of specific behavioral strategies. Keeney, Cannizzo, and

11




Flavell (1967), for example, gshowed thit first-graders who spontanecusly
used verbal mediation in a memory task perZormed better than those who

did not, but that the performance of non-mediators improved upon the

simpls instruction to verbalize. Use Of verbal wmediation thus appears

to be a highly effective intra-irdividual strategy. Tha tailure to
mediate, however, may be pact of a more gsneral failure to use language

and other represantational skills in an adaptive manner (Bruner, 1971), and
thus might wel) be related to social-class eaqu’ri.enoe.

To the extent that one's intellectual style--both inter~ and intra-
irdividual--is determined by social experience, it .l;ould be fairly open
to remedial influences--at least with very young children. To the extent
that it is effectively modified, the benefite to later school-related
activity may be substantial, if the modification is strong enough to with-
stand the vicissitudes of everyday life. PFor, as Bernstein (1970) and
Hess (1970) imply: what might be considered a maladaptive style in dealing
with intellectual tasks arises as an adaptive response to a pervasive and
persistent social context. Unless that social context changes: certain
stylistic predispositions arising from and reinforced by that cuntext may
be highly resistant to long-term modification, a possibility of which
optimistic and well-intentioned investigators zhould be aware.

These discusaions of st¥le suggest that a major feature of intelli-
gence arises largely through communicative axperience;. 1If this is true--
and this writer believes the evidence is compelling--it suggests that the
critical aspects of an interventio: program ar. the communication patterns

of teachers and children. That is, what must be modified is the way teachers

12
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talk with the children, and thie modificntion needs to be in the direction
of moxre elaborated and abstract communication. In o;dnr t0 make these
changes in teacher behavior, the curriculum materiszls for the IVY program
M prepared in the form of lesson plans that specified the kinds of
commnication desired in considerable detail. The specification, however,
was in examples rather than in td:ﬂs_of’abstract p&inciplas.‘ This is an
inductive as opposed to a dgductive approach to toacher train'ng. A review
of the lit;:aturo supporting thi!,d%cision is contained in the report on
Year I. It must ba noted, however, that the s;aluation of the IVY curri-
culux is an ovaiuation both of ‘curriculum cﬁntent and of a particular
strategy of teacher training.

The firet year's curriculum study in the IVY program provided strong
data for the feasibility of both the curriculum material and the strategy
of teacher tzaining. In the first year's work with the style-oriented
curricvlum we discovered that: 1) the lesson plan strategy was effective
in increasing the complexity of teachers' verbal interaction with the
children duripg lesson plan periods; and 2) that the curriculum improved
the performance of exbe:imental children on a number of measures. The
Reasures Positively affected were Picture vocabulary among younger chil-
dren anc; Pantomime, Henory;, .and Comprehension among older children. In
addition, Social Competency was rated hf@héf in thé‘experimental group
than in the control group (see the report on Year I for a description of
these measures) .

These data sﬁpporf;d'the predicted effectiveness of the program.

The measures that were 1mp¥o;ed were those related to the concept of

distancing--using representational abilities to escape the confines of

13
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the immediete situation. These abilities were viewved as critical to the
children's future development and education as they should have strong -
affects on communication ard comprehension skills.

In the second year of the curriculum avaluation, the basic program
was continued in nearly unaltered form, and the prasent report assupes
scmo familiarity with the content of the earlier report. The one sub-
stantive change in the program was a set of three new lesson plans intro-
‘duced in the spring of 1974. " These lesson plans that are attached as -
Appendix I were designed to deal with certain specific behavioral ob-
jectivee added by the proiect unﬁ;q;r of the IVY program.

In addition to these subetantive changes in the curriculum, certain

administrative changes in the program and events occurring during the

course of the year may have produced important effects in the procram.

The results to be reported below comparing Year I (Octo.ber. 1972, through
May, 1973} with Year II (October, 1973, through June, 1974} of the program
argue to the importance of what were, strictly speaking, non-pz:g:gmatic
variables. These will be diséusaed more thoroughly in the Cogclusions

section.

1. _pvaluation of Year II of the Experimental Program.

As in the evaluation of Year I, we plan to present data on: 1) differ-

ences in teacher behavior between experimental and control groups: amd

2) evaluation of student performance. We turn first to teacher behavior.

Teacher Evaluation .
In the previous year's work, two v@riables accounted for the sig-

nificant differences between experimental and contxol teachers. The major

ERIC 14
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component of difference was attributed to a variable that was called

“Compl.ex p:ocolles,f that consisted of vurb;l elaborations, descriptions

of transformations: reference to non-present cbjects, use of ccmparisons .
and imitation, etc. Complex process behavior was seen as the major class

of teacher behavior specifically callog for by the curriculum and was

shown to be utilized more frequently by the experimental teachers than

by the controls. A sacond class of h;hawiors called “Non-information”

consisted of verbal instructions that did not convey any specific in-

formation and was found to occur more frequently in the verbalizations

of the control teachers than of the experimentals.

— In Yeaxr I the major comparigon dealt with experimental teachers'
lesson plan activities and contxol teachers' own directed activities. A
Since these &ifferences proved to be highly significant, but did not
prove the generality of' the experimental curriculum to material beyond
the specific lesson plans, ths analysis for Year Il focused entirely on
non-lesson plan directed activities in both groups.

éix observers were trained by means of videotape recordings to use
the taaché: obssrvation checklist described in the ¥eport on Year I.
Training was continued until 16 minutes of pearly perfect coding was
achieved, Although an exact reliability coefficient ;ould not be cal~-
culated because of training methods, each observer coded both control and
experimental.teachersp thus balancing individual differences in coding
between the experimental and control groups. .

Each cbserver made two sets of observations, each four minutes in
length, with codings being made on altermate ten-second intervals as in

Year I. 21l teachers were informed that the ohservations would be made on

15
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a particulax day, and experimental teachexs were asked not to do a lesson
pPlan from the curriculum on that day. <Coding began when the obgerver
determined that the teacher was engaged in a directed activity, i.e.,
3 group activity involving 'teaching. Proportions of intervals in which
behaviors in the various categories appeared are presented in 'JEable 1. ‘

Multivariate analysis of variance (MANOVA)} on teacher observations
revesled that none of the variables on the obaerv‘ation checklist differ-
entiated between the 'erperillentll and control teachers and that there
was NO consistent pattern of differences that contributed to an overall
significant MANOVA. _ Given that the reliability of the pbservationa was
acceptable, the only pargsimonious interpretation is that there was no sig~
_ nificant difference between the experimental and control petterns of
teacher-child intera-ction when teachers were engaged in directed activi-
tieg. The one qualification that seems necessary is that our instruc~
tions to the experimental teachexs to do no lesson plans on the day of
observations might I!ave been interpreted to mean that no activity like
that used in the lesson plans should be undertaken. This way have arti-
ficially reduced the levels of Complex processes used by the experimental
teachers below that ordinarily present.

Followi:ng Presentation of student evaluations from Year II, we will

return to the teacher data In a comparison of Year I and Year II-

Student Evaluation
Children in the IVY program were tested twice during the year--in

January and June--by teamg of testers under the direction of the writer.

As in previous testing, the teachers wer:s not told what the test material

16
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Table 1
Mean Number of Codings for Teacher

Behavior Checklist "Cartegories

E:!cperimental Control

Mean Sb Mean - Sp
Questions 15.375  5.780 15.750  3.732
Short Answers 15.125  5.515 16.500 6.141
Descriptions 13.375  5.290 15.000 5.606
Complex Processes  24.625  11.057 24.000 12.444
Non-Information 14.625  6.781 13.750  4.446
Classroom Directions 2.876  3.720 2.375  4.406

Blank Intervals 11.500 5.264 11.000 4.036

1t
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uﬁuid be and testers 4aid not know‘uhethnr the children tested were in ex-
perimental or control groups. Training procedures and management tech~
niques were similar to those described in the report on Year I.

January Testing. A battery s'milar to that used in Year I vas en-
ployed, specifically including the measures that reflected diagancing
and that had differentisted the experimental from the control group in
Year I. These included Picture Vocabulary, Comprehension, Memory, and
Pantomime jtems. In addition, two classes of iten; Qﬁrﬁ added. One set .
consisted of more complex Comprehension items that required descriptions
of activities conveyed by pictures and were desfgnad to measure both com—
prehension and communication skills in response to visual stimuli. The
mond- gset of items consisted of specific behaviors including labeling,
counting, and naming shapes and colors that were presumably being stressed
in the control schools. We anticipated that tﬁe contxol children might
be superior to the experimental children on these particular behaviors
since they were not siressed in the experimental Program. pata from the
measures taken are presented in Table 2.

The data from the January testing are Qifficult to present because
the differences found emerged only in the overall patterns of test scores.
Also, a two~and~one~half-months average difference in age in favor of the
control groups made any interpretation of cbtained test differences suspect.
When age was covaried, two items-~naming shapes and colors and counting
stuares--showed significant differences in favor of the control group.
These measures, of couree, had been designed to measure skills on which

the control group was assumed to exceed the experimental. oOther than

18
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Mean Pearformance of mul and Control

Classification
Labeling shapes and colors
oognﬂ.nq to three

Oo&nt:lnq squares within an
arzay of circles and
squares Coe

Picture vocabulary

Compreheneion I, #1

Comprehension I, #2

Labaling features of a
picture

Cescription of action in
a picturs

Integrated description of
a picture

Hut;ry matching
Pantomime

*p< .05

Possible

o-1
0-1

0-1
0-18
0-1

0-i
0-3
0-3

0-3
0-9

0-11

19

Children at Janvary, 1974, Testing

Exparimental

" Maan 8D

2.270 1.066
1.413 1.186

.524  .503

.254 .439

12.825% 2.012

238 .429
57 499
2.540 .839
1.857 1.060
270 .627

6.794 2.103

B.714 4.647

L e
I

Control
Mean __ SD
2.439 1.035
2.035*  1.164

64 491

.A39% .501

12.947 1.875

.282 .453
.456 .503
2.584 _ .572

' 2.263 .936
A .804

"7.035 2.104

9.947 3.85 - -
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thess, no single measures reached statistical significance, though the
overall MANOVA approached significance. The interesting aspect of the ¥ 5
discriminant function analysis, however, was that most measures of dis- N
“tancing {(Comprehension quest ons, labeling and use of action words in
describing a picture, Memory Matching, and Pantmim?) tended to favor-
the experimental group and the majority of the other measures favored
the controls. A pnuabar of alternative analyses were undertaken to
cozrect for the effects of age differences, but all combinations of the
data generated the same overall conclusion.
Thus, at the January testing there were suggestions of a pattern
in the data that consisted of higher scores on distancing measures in
the experimental group an& higher scores on the other measures in the
control group. When the January data were aralyzed there geemed to be
two possible interpretations of the data. Either there was a weak hola-
over e-ffect from the previous year, or the groups were beginning to differ-
entiate on the basis of Year 11 experienEE. In either case ££e differences
were not large and were of questionable gtatistical significance. /
June Testing. The test battery in the June evaluation.was composed
of four test items utilized in the Year I evgiuatibn, some new items
considered éemne to the notion of distancing, and a sample of items
constructed from a set of curriculum objectives devised by the IVY
Project manager. The following i;-: a condensed description of the tests
used and the methods of scoring.
1. Memory Matching Test. Five examples of this delayed mAtching-

to-sample task were administered following a demonstration. The proce-

dure was as follows. The child was first shown a card with one, two, or

’
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three target drawings of common obiects: the card was then w!_.th&raun and
vwas replaced after thrue seconds with a choice arcay ompond of geveral
drawings including the targets the child had geen before. The child was
aksed to “show me the one(s) you saw before.” Each child was scored “1"
{correct) or "0" (incorrect) for each target drawing in each of the five

i

sub-tests. . "
T 2. Stanford-Binet Picture Vocabulary (Form L-M, year II). The child
was presernted with a geries of 18 pictures of common objects and was re-
quired to name them. Each child was scored on the number of pictures he
named correctly ("correctness" was judged according to Stanford-Binet
criteria).

3. Stanford-Binet Comprehension I {(Form L-M, year III~6). Each
child was asked two questions: "What must you do when you are thirsty?"
and "why do we have a_twea?" On each queati.on,“a score of ")1" was given
'if the child satisfied the Stanford-Binet criterion for correctness,
and "0" if he did not.

4. Talking about & Picture. This task involved showing the child
an 8=1/2" X 11" drawing of a playground scene and asking him to "tell me
what is happening in this picture."” Each child was scored "1* or "0" on
each of two criteria: 1) description of action in the picture, and 2) con-
nectedness and integration of the description {as opposed to fragmented
descri.pti.qps of isolated actions).

5. Prantomime with Four Cue Conditions. The child was required to

pantomime any action appropriate to a ball, but was given four chances

+ to do so, in successive cue conditions of decreasing degrees of difficulty.
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In the first condition, the child was asked to "show me what you can &
w}th a ball,” with only this verbal instruction as & cua. In the gecond
.conaition. a picture of a ball was present as a cue, and in the third
condition, a ball was in view but out of the child‘s reach. If a child
pantouimed an action sppropriate to the ball in ons condition, he was
not required to go thxo;gh the following conditions, since it was assumed
that performance in the sarlier, mors abstract, cue conditions would assure
performance in the later, more concrete conditione. Each child vas assigned
a score of “4" if he pantomimed in the first condition, "5* if he pantomimed
in the second, "2" if he pantn;nined in the third, "1* if he pantomimed in -
the fourth, and “0" if he did not pantomime at ali.

6. Class!“ication. In this task, eight blocks of two 3izes, two
colors, and two shapes wers presented to the child and he was asked to
“put together the ones that are alike." Next, the child was asked %o
reclasaify the blocks: "Now put them together ancther way 50 that the oneg
that are alike are todether.” Each child was scored "1" or "0" on his
classification (separating the blocks into groups on any consistent basis:
in terms of size, colox, or shape), and on his reclassificaticn (finding
another congistent way of separating the hlocks). 7

5. Descriptive Relational Temms. FEach child was presented with
pairs of large and small rectangular blocks and large and small rings
and was asked to chooge the "big"” one, the "tall" one, the "fat" one,
and the "heavy" one. For each of the fbﬁf_ferms,.each child was scored
“1" for a correct ¢hoice, and "0" for an incorrect choice.

8. Memory for Instructions. The child was shown red, 9reen, and

white rings and, before he was allowed to touch them, was instructed to
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"take the green ring and put it right here (indicating a place on the table)s
take ého rad ring and put it on top of the green ring: then put the white
ring on top of both of them.” These instructions were repsated and the
child was reminded to remember them; then the rings were placed within his
reach and ha was asgked to follow the instructions. Each child was given a
score‘of 1% if he followed the i;otructions. Each child wae given a score
of "0" if he 4ic not. -

 Next, the child was asked: "Which ring did you put down first?"
"Which ring 4id you put down second?® “which ting did you put down third?"
éach child was scored "1” or "0" on his designation of tuw first, second,
and third rings.

9. Spatial Rrelational Terms. Using two rectangular blocks, a ring,
?nd a toy car (where apprepriate), the child was asked to put the car "on
top Bf,” "next to," “around,” “away from,"” and "clcse to” one block, "between®
two blocks, and "inside" ;ho ring. The child yas also asked to show the "top”
and the "bottom” of the chair he was sitting oa. Ezsh child was scored "1"
or "0" oun his performance relative to each of the nine spatial terms.
Twenty-nine discrete measures were taken; the mean Performance of the

experimental and control children on these measures are presented in
Table 3. Of these measuree, only two revealed statistically significant
group differences when age was covaried. Experimental children performed
better than control children on Pantomime (F(1,125 = 5,118, p £.025), and
control children performed better than experimental children on one of the
five Memory Matching sub-tests (F(1,125 = 3-.293, p <.005), Since a multi-

variate analysis of variance on all of the measures; did not reveal a
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Table 3

Nean Performance of Experimental and Control Children at June, 1974, Testing

Heasures Possibls Scores  Experimental  Contro}
Memory satching #1 0-1 .828 .B44
Nemory matching #2 - 02 1.406 1.391
Nemory matching #3 0-2 .656 .766
Nemory matching #4 0-3 1.641 2.000
Memoxy matching #5 0-3 1.047 1.531*
" Picture vocabulary 0-18 13.766 13.859
Coxprehension I, #1 0-1 406 .391
Comprehension I, #2 0=-1 469 .516
Description of action O~1 .B91 .891
in a picture -
Integrated dsscription 0-1 .141 141
of a picture
Pantomine 0-4 3.781* 3.484
Classification 0-1 - ' . 766 .75G
Raclassification O=1 .109 203
"hig" 0-1 .969 .984
+ “tall"® 0-1 .750 . 150
« "fat* 0-1 .76L .875
*heavy"” T 0=Y .922 .906
Memory for instructions 0-1 .438 .625
“firat" 0-1 .64l . 781
*thiral 0-1 563 .656
"o top of" 0-1 .969 1.000
"next to" 0-1 .78L .BL3
*around* . 0-1 859 .B91
"away from" 0-1 844 . 797
"close to" 0-~1 .938 .938
"hetwaen" 0-1 .828 922
"ingide" 0-1 .938 .906
"top" of chair 0-1 797 .813
"hottom" of chair 0-1 .750 . 766
3
* p£.0S
1

*Second" was deleted from analysis since the nature of the task permitted
a disproportionally high number ©f children t© be correct merely by chance.
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significant difference betwean ths groups, and becauss thare are so few
sigrificant univariate differences relative to the number of measures
taken, we must conclude that ths measures that do rsach significance are
most likely due to random variation and that tiere are, in fact, no mean-
ingful differences between the experimental and @m; children at this
time,

One could interpret this lack of aiqniﬁcmce in various ways.
Parhaps the most obvious explanation would be that our experimental
input weakened in the second vear, i.e., that the experimental teachars
simply were not using our lesson plans as much Or as well as they dia in
the t.irct Yyear. This might be @ reasonzble explanation since, in fact, no
experimental-control differences in teacher behavior were found this year
(see above), and because there appeared to be disruptive events (most
notably, ths teachers' strike in early 1974) that und_eratandably weakened
our influenca in the experiwental schools. There is evidence, however, that
suggdests an alternative explanation, namely that thsre was contamination of
our experimental and contxol conditions. This is shown in a comparison of

the Year I and Year II teacher observation and test data.

Year I - ¥Ysar II Comparison

An exsmination of the mean Complex processes scores of Year I and
Year II experimental and control teachers revealed that in Year I the
scores in the experimental group were almost twice as large as in the
control group {21.50 versus 12.00). In Year II, however, both experi- .
mental and contyol groups showed more Complex processes activity (experi-

mental = 24.63; control = 24.00) than the experimental group had done in
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Previous year and thers were no significant differences between the groups
in Year II (see above). An analysis of variance on these data indicsted
8 Year by Group interaction sffact (F(1,28) = 6.38, p<.025) lf.hat supports
the significance of the change date. Pigure 1 presents s graphic repre-
ssntetion of these findings: the Year, Group, &nd Ysar by Growp intar-
sction sffects on Complex processss can be seen in Tabls 4. R
. !hfa evidence suggssts that, by whatever means; the control t.agﬁi;; .
had “caught on” to what ths experimental teachers had been doing and that
our experimental and control conditions were thus stfactively dissolved.
There ate 8 pumber ©f poaaibf;'roinons why this might have hqpp;ned. Both
the experimental and contrel teachers were part of the same program and
it ig likaly that they ;harod insights st times:; the control teschsrs had
watched our testing twice before the second full-year gvaluation and thus
might easily have gotten some idea of ourJgg%ontationz one experimental
tescher from the first yeAr became s Program assistant in the gecond year:
and all three prograr: assistants (who supervised both experimental and
control schools) attended our experimental teschers' meetings.

If it is, indeed, the case that our influence spread to tiwe control
group in the second Year, thig could provide & reasonable explanation for
the lack of experimental-control group differences found in the children's
test performance. Also, because both experimental and control teachers
were found to be using more Complex processes behavior in Year II than
in Year I, it would be rgalonnble to expect that both experimental and
control children this year might be performing better than similarly-aged

experimental and control children last vear. Evidence exists that suggests
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Figure 1. Mean complex processes scores for experimental and
control teachers, Years I and II.
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Table 4
Two-Pactor Analysis of Varisnce for Complex Processes Scores of
Exparipental and Control Teachers, Year I and Yeaxr 1I

Ky

Sum of Degress of . Mean

Source of Variance Squares Fresdom . Squre E
fotal " 3744 Y
Group . 200 1 200 _ 2.01
Year o 338 1 338 3.39
Group X Year : 421 1 421 4.23*

Error 2785 28 99.46

*p €.05
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that this is in fact the case. A two~factor (Year by Group) MANOVA per-
formed using four test items contained in both the Year I and June, Year II
test batteries (Picture Vocabuliiy, both Cosprehension questions, and
Panto-iu) showed clear diffmnou-s between the Year I and Year II samples
of experimental and control children (multivariate F(4,233) = 8.567, p<
-001). Table 5 presents the outcome of this analysis for the Year effect
'(m covaried). The individual items that were seen to be contributing
to the multivariate cutcome were Picture Vocabulary, the second Compre-
hension question, and Pantomime. "l‘he‘ Year II‘ sample of children out-
performed the Year I sample on Picture Vocabulazy (F{1,236) = 13.790,
p<.001) and Pantomime (F(1,236) = 13.533, p <.001); a statistically weaker
ﬁndin; was that the Year I sample cxceodod the Year II sample on the second
Comprehension question (F(1,236) = 4.086, p £.044). This a’ml;:sis also pro-
vided evidence that our experimental traatment still had some effect when
both years® evaluations wexe coﬁlide:ed. Although the multivariate test
of the Group effect only approaclwd statistical significance (F(4,233) =
2.132, p<.078), the univariate test of Picture Vocabulary revealed a
significant difference in favor of the experimental group (F(1,236) =
5.964, p <.015), and a weaker diffsrence in favor of the expe-rinental
group in Pantomime (F{1,236) = 3.655, p <.057).

1t appears, then, that the style-oriented curriculum we instituted
in the Fall of 1972 can still claim a moderate degree of success. Al-
though the experimental-control split appeared to collapse in Year II,
the evidence indicates that thi;;as‘ not because our influence weakened

or was insffective in the experimental schools, hut because our influence
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“Table 5
YTests of Significance between Performance of all (E and C) childrxen in Year I

-and all (X and C} Childven in Year II -

Multiveriate Analysis of Variance
Using Wilks Lambda Criterion —
-® F DFHYP DFERR
3.567" 4.000 ‘ 233.000
Univariate Analysis of Variancs
V;rilble F{1,236) Standardized Discriminant

Function Coefficient

Picture vocabulary 13.790% - .588

Comprehension I, #) .04) 048
Comprehension I, #2 4.086% -.621
Pantomime 13.533% .669

*p .05 **p<.,001
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somehow spread to the control schools. Indeed, all of ths children (both
experimental and control) amared more coupatent in Year II than similar
children 4id in Year I.

T

2. Pvaluation of Overall Love] of Competence of the IVY Children.
In the spring of 19?4, we were agked to .f.ncluda in our teacher training

and final e‘valuation a set of curriculum obje:-ct:ivos oona&ucted by the IV

project manager (these objectives are presented in Appendix II). Several

. Of. these Objectives were concepts that were already contained in the ex-

perimental lesson plans and vere tapped through our existing Year I and
January, Year II test batterlies.‘ ‘Som additional objectives were incor- ’
porated into the three new lesson Plans that we introduced to the teachers
in .the early spring of 1974 (see Appendix I), and these and geveral other
specific objectives were included in the Junes, Yeaxr II tast battery.

The specific items from the set of curriculum cbjectives that were
ipcluded in the final test bettery have besn described above under the
headings of "Descriptive. relational terms," "Memory for instructions."

anﬁ *Spatial relational terms." These items were sampled from the entire

" set of objectives to generate a representative guhget with three restric-

tions: I) the sample of items had to cover a range of abilitiess 2) the
sample had to be amenable to testing in a pinimus of discrete test situ-
ations; and 3) the items sampled had to include behaviors that children of
preschool age are capable of learning. 'ith respect to point three, for
exampler the relational concepts included in the curriculum Obiet‘-‘tivés
were often referred to by a pair of adjectives (e.g., tall-shorts, fat-

thin) that follow a linguistic rule called lexical marking. One member
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of the pair ie more fundamental and ie called the unmarked member. Young

children usually. acquire the use of the unmarked mewher before the marked.

!Io\ wuld expect the children we tested to be nearly 100 percent wrong if
= g el 0eed’ EROEEY and “hin® rather than “tall® and “fat.® With chil-
éren a ysar or 80 older we would have used the marked adjective, but not
with children of the age tested.

Table 6 presents the percentages of all children (both experimental
and mtrol') passing the :l.tm sazpled from the set of curriculum ob-
Jjectivea. It -'is apparent that most of the children were quite proficient
in dealing with these concepts since betwaen 75 and 98 percent of the e
children passed the majority of the items, the lowest psrcentage being
61 percent.

Data from geveral other items in the test battery. however, were
amenable to translation into percenﬁagea, and Table 7 Presents the per-
centages of all children passing -these items. It can be seen that ‘the
children were relatively less proficient on the items reflective of dis-
tancing abilities than they were in the concepts described in Table 6.
Although approximately 75 percent of the children could successfully
classify blocks on the basis of form, coldr, or size, only 15 percent
were capable of reclassification, i.e., having enough perspective to
conceive of another way to perform the task. Similarly, although 89 per-
cent of the children used action words in describing a picturer only
14 percent gave a cohesive, integrated communicative response; the
majority of the remaining children g9ave rather fragmented descriptions
of somewhat isolated actions. Another measure reflective of distancing,

Memory for instructions, enjoyed only a 53 percent pass r&te, and the
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Table €
Percentages of all IVY childran tested (N = 128)

passing concepts sampled from curriculum objectives

-

Parcentage of children
pageing items

Descriptive Relgtional Terms

big 97.9
tall " 75.0
fat . 82.8

heavy 91.4

Appreciation of SQuoi:ce*

first - 72.1
third - 61.0
Spatial Relational Tems

. - on top of - 98.5
next to © 79.7
around 87.5
away from §2.1
close to _ 93.8
between 87.5
i.ns.i.de ¥ 92.2
top . 80.5
bottom 75.8

*Taken from the second part of the Memory for Instructions
task described above. "Second" was deleted from analysis
because the nature of the tagk permitted a disproportionally
high number of children to be correct merely by chance.
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Table 7

Percentages of all IVY children testad (N = 128) passing test

battery items not included in curriculum cbiectives

Classification
Raclassification

Memory for Instructions

Parcentage of children

75.8
15.6

53.2

Use of Action Words iﬁ Communicated

Description of a Picture

89.1

Integrated Statement in Communicated

Description of a Picture
Cemprehension I, #1
Comprehension I, #2

14.1

39.9

49.3

Rhw wed

Loanpry iy
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first and gecond Comprehension guestions were passed by only 40 percent
and 49 percent of the children, respectively.

What this evidence reveals is that, while the IVY children performed
quite well with respect to several discrete concepts (i.e., those laipled
from the curriculum objectives), they performed relatively more poorly on
tasks requiring complex and elaborat;d thought and communication (abilities
ropfenntative of distancing). According to the theoretical ml;'cis pre-
sented above and in this writer's report on Year I, it is these latterm
skills that might be most cruciai for future school success; it id this
writer's opinions then, that what is needed in preschool oduc;tion is less
concentration on informational content and more concentration on compre-
_hension and compunication skills. The preschool educator's most .impo:‘tant
functions it would appear: is not just to provide “information“ to young
éhildrwr but t0 lead them to the most effective use of their represen-
tational abilities in order that they might come to think and communicate
about their learning experiences in.a meaningful and elaborated fashion.
It is {:hj.. approach that we encour‘ag'ed in the experimental portion of the
IVY curriculum for the past two yYears, and it ig hoped, indced- strongly

suggested, that it not be abandoned.

-

This portion of our evaluation involves an agsessment of the training
program inetituted by the Baltimore City School System for day care center
staff, many of whom had no previous training in early childhqod education.
Twanty~eight centers were selécted at random f£rom the city's fuli list of

operating day care centers. The staff of these centers participated in a

program designed to foster a more complete understanding of the Preschool chiid.
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The content of the program was divided into five main areas: Devalapin'g
daily schedulss, Inatituti:‘g'g A ESTS ooqh:!.tiuly oricnted curriculum, Develop-
" ing pexceptual-motor skills, Encouraging awarsness of developmental lsvel,
and Using propor nethods of disciplins. -

Developing daily schedules
lhﬁhofthatrainingpxognnmconmoduith instructing the dsy

care staff members in the necessity of maintaining an orderly, planned
scheduls. Examples of possible planning models m’p“untod for dis~
cussion and evaluated in terms of their merits for satisfying the needs
of the preschool child.

Instituting a mors cognitively-oriented curriculum -

Instruction was provided in the various techniques of introducing
concepts into a preschooler's experience. various times of the morning
were selected and activities were constructed which incorporated many of
ths concepts developing in the mind of the preschooler. Often the .;nasom
developed for the IVY program by this writer ware included as examples of
cognitive skilils into every media used in praschool activities--arts and
crafts, music, science, etc.

Developing perceptuul-motor skills

Emphasis was placed by the training progiam on the developing physical
and sensory abilf;:iea of the young c¢hild. Day care staff members were in-
structed in the necessity of including activities and equipment which would
stimulate sensori-motor abilities such as audition, tactusl discrimination,

and physical coordination.
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Encou-sging awareness of developmental level
Day care personnel were instructed in bhasic child growth and develop-

ment and were shown the importance of applying this knowledge to grouping
children for play and developing age-relevant activities. Discussions
were held on the utility of age and ability grouping, and the relative
merits of each ware conlidorod

Uaing proper methods of discipline

Instruction was provided in the various ways of nfnintainiug order
and a pleasant environment. Day care staff menbers were prxovided with '
materials and lectures on the effects of alternative diacipline measures

on the child and the school situation.

Because of the January, 1974, teachers' strike, only 16 instruction
sessions were held. Teachers and project assistants from the IVY program
met with day care staff for an hour and a half at each of these sessions.

Eight of the day care centers were randomly selected for evaluation.
In addition, a group of day care centers which had not been included in the
training program were contacted and evaluated, serving as a control for
the experimental centers.

It wvas assumed that the proper variable to assess would be teacher
behavior and not children's behavior since the goal of £he training pro-
gram was to directly afteét the quality of teaching behavior and only in-
directly affect the children's behavior. Therefore, a questionnaire was
developed which embodied the five major content areas of the training
program; this questionnaire can be seen in Appendix 1zx. A subtotal was
calculated for each of the major category areas and ugsed as a dependent

variable in the evaluation.
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Observations ware mads by a singls cbserver and always in the morning.
The observer was naive both to the nature and goals of ths training pro-
gram and to_ﬁhn fact that some of the canters were experimental and others

-oont:ol. All centers wexe informed as to whan ths observer would visit,
but wers not told the specific pature of the visit.

A moltivariate analysis of variance was performed using ths training-
control distinction as the independent variabls and the five subcategory
measurss as the dependent variablss. The results can be seen in Table 9.
An overall significant difference was cbtained betwsen the two groups
(multivariate ¥(5,10) = 3.75, p<.04). The discriminant function anal-
ysis revealsd that the two variablss contributing most heavily to the
differences were Using proper methods of disciplins and Developing daily
schedulss. The former category showed a significant difference between
the groups (F{1,14) = 5.00, p<.04). Contrast scor;:findicated that the
training group was superior to the control group on all categoriss except
the Cognitively oriented subcategory and Awareness of developmental level.
Neither of these differences, h;wever, was significant.

The data collected indicates that the day care training program was
partially successful. The overall difference between the trained centers
and the control centers indicates that the program was effective in im-
proving the overall level of functioning in the trained centers. Since,
however, the oniy subcategory showing a significant difference between
the groups was Providing appropriate methods of discipline, an expaﬁ;ion
of the program must be suggested. 2an extended mumber of training sessions

out of the centers as well as followup training ir the centers themselves
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Table 8
Tests of Significance betweaen Pe: Jormance of Trained Day Care

Staft and Untrained Controls

Multivariate Analysis ot Variance L
Using Wilks Lambda Criterion
¥ DEHYP DFERR
3.751* 5.00 10.00
Univariate Analysis of Variance
Variable F(1,14) Standardized Discriminant

Function Coefficient

Daily scheduling 1.00 " 0.438
Cognitive activities 0.824 ‘ -1.233
Perceptuc-motor skills 1.465 “ 0.143
Developmental awareness 0.304 -0.438
Appropriate metnods of

discipline 5.000* 1.410
*<.05
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seem to be apprepriate and natural extensions of the program.

Conclusions
This year's workx with the IVY program has been both stimulating
C T and frustrating. The failure to show an experimental versus control
group difference has mads the interpratation of our data more difficult,
but the Year I versus Year II comparison strongly suggests that the pro-
gram is working sffectively--and tha”, in fact, overall competence mn§
ths children is increasing. Given that ths hehaviors selacted for eval-
uAtion were age-appropirate, the children appesr to be approaching the
levela of national norms on most of the behaviors tested, Areas that
appear troublesome includs primarily the more abstract comprehension
and comsunication skills,
To some degree, however, those of us associated with the experi~-
mental program fesl that ocur sfforts have been at odds with certain
changes in the programs for preschocl education in the paltimore City
Public School System. After the winter teachers' strike--that created oy
serious morale problems by itself--a number of curriculum changes were
imposed on the IVY program. These consisted of new cbjectives for the
program and additional evaluation technigques. Ths teachers in the IVY
program were faced wit% a problem of divided loyalties as well as addi-
tional work, It is not surprising that there was a good deal. of resent-
pent among many of the teachers over what they maw as unreasonable demands.
More serious, however, is ths strategy of intervention implied by the
added curriculum materials, Most programs of early education seem to be based on
one of two models, On the one hand are gansralizations and extensions of tradi-

tional middle-class nursery gchools with their emphasis on social-emotional growthes
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diecovery, etc. The implicit model here, we believe, is that the
niddle-clase experience is the best possible envirorment a;;d devi-
ations from such experience are pathological by definition. The
second model is what we would be tempted to call the “Head Start”
approach and ie premised on the belief that lower-income children

have trouble in echool because of what t.hq; don't know. Thie strategy
generates programs to teach specific items of educational content that
are typically acguired by niddlo-c'luo' childzren by the time they anter
kindergaxten, but that poor children often have not learned. We see
each of thase approaches as inherently flavwed if applied in an attempt
to alleviate lower-income children's school-related disadvantage.

The trld!.tioml pur“n' school may well be the best experience

. for middle-clase children, but only becausa they do not need help

- from cutside the home to acquire the basic skills they will need in

school. For such children learning to get along with other children
may be tha ullut~ appropriate experience they can have. Unfortunately, _
for children whose early life experience may havé been much more
communal (Bernetein’s "wa™ over "I" orientation) sucl: experience may
be trivial. Such children may actually need to be taught a more
egocentric perspective. : ’,:

Teaching specific educational content on a remsdial basis also
Seems tO miss a basic Point. What lower-incope children 4o jiot know
compared to middle-class children is interesting only as a symptom of

an underlying cause’ it is not the source of the pProblem. If, for
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exaspler. va could shield a normal child from learning the names of basic

colors until he entared the first grads, he would almost certainly know

them befors the first week was cut--with no specific instruction. On

the other hand, a lower-income child who Ilud not learned the same colors

bacause of reliance .on context-bound communication patterns could be

taught the colors and still be disadvantaged. -
' The program we sdvocate is based on the assumption that it is

possible to analyze. the nature of cultural disadvantagesent and to

intervena on its actual basis. At the haart of cultursl disadvantage-

ment, we propose, is the problem of communication. Cowmunication in

restricted codes leads to dsficiencies in inter~ and (possibly} intra-
individual communication as well as a disbelief in one's own effect.ve- ‘
ness, i.s., the ability to cowprehend and modify one;s gituation. While
this combination of predispositions may be both vealistic and adaptive
in a culture of poverty, it is absclutely destructive in an educational
situation. We might assume, for exasple, that in some cases failure in
learning to read may resylt from the fact that a child may not undex-
stand t"-hlt tl{a written word serves as a technique for communication.
Pormal education involves two basic processes--comsunication and com-
prehsnsion--and our analysis suggests that it is in precisely these
areas that lower~-income children are deficient.

Fiaally, if our diagnosis is coxract, tha treatment 1is specified.
It ig not essential that any particul;L' set of school-related skills be
taught to young children, but whatever is taught must be taught with
elaborated verbal communication that elicits complex thought from the

child., It might bo DOssible, of courser to teach sets cf sp~cific
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intra~individual etrategies related to style, but guch an intervention

would be unnecessary if, in fact, intra-individual strategies follow
from inter-individual communication stylee. Also, we would not expect
-such an intervention to ba of lasting value because, again, we would
be treating symptoms, not the fundamental problem. The only way to
have a lasting influence on the child'e educational future would be
to effect a fundamental change in hfs"vm of the world.

¥Whether such a change can, in fact, be effected remains an em-
pirical question. A decade of remedinl education does not "sem to
have produced any earth-shaking vesults, posaibly because it has bheen
undertaken so far with 1ittle real thdught to the psychological procasses
involved. There has been an alwos: simple-minded faith in the environ-
mental determinants of int.lligonc?--in the broad gense--and in the
‘efficiency of environmental manipulation. We have arqued thst teaching
content on a remadial baeis or just placing lower-income children in
middle-class nursery school envirorments doe.l not have long-range
‘effects, nor is raieing psychometric IQ a suitable goal. Derhaps,
however, a candid appraisal of our successes and fasilures will teach
ug to be a little more circumspect in making predictions about simple
relations between environmental inpuis and behavioral outcomes. The
analysia presented herein suggests a complex and indirect route hetween
what we might call a disadvantaged environment and disadvantaged be-
havior. The connection can only bé understood, we propose, when it

»

is viewed in the light of man's social nature.
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Appendix I

Lesson Plans Introduced in Spring of 1974 -

}
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Lesson Plan for Identifying Moods in Picturea

' Materialss Storybook, I'M Glad I'a Me, and three pictures teken
from the atory,

‘ 1) Say to the children: "Today We ere going to read a atory
about a 1ittle boy whom we’ll call Jimmy. Jiwxy ia e little boy who
ia a lot like you. when I'm reading you this story try to remember how
Jimmy feels and what makes him feel that way.”

2) Read the story to the children, showing thu the pictures
as you read.

3) then the atory is finished, tell the children, "We just.read
. a story about Jimay. I'm going to ahow you aome pictures of Jimmy
taken from the story and I want you to tell me how he is feeling and
vwhy he feela that way.

. 4) Show picture #1, give the children ¢ minute or so to look

at the picture and then say: "billy, can you tell me how you think
Jimxy feels? Does he lgok happy or sadl”

a) If the child responds eppropriately, call on
another childs "Sally, have you ever felt (mood ﬁontiﬁg by the child)?
What have you been doing when you felt that way?”

Allow the child time to respond; if he has difficulty,
ssys “What makes you (mood identified by child)®"

When correct response has been made: "Yos. thlt'! right.
John, can you tell us what makes Jimmy (mood identified)? what do you
you think happened?

Allow the child to respond,and then allow the other children
to guess, end have a gZeneral discussion about what makes sdmeone whatever
mood you've been talking ebout. When the children have given suggostions,

say: “Yes, you are all right. (All the situati th dren
will make Jimxy feel (mood identified).
b) If the first child you ask reaponds ina tgiroprhtoly.
"Billy, is that how you lock when you aro identified)? Show

us '-an you look when you are (mood idontgig Okay, 13 that how
Jimmy locks in this picture?”

Allow tho child to respond and then say, "No, Jimmy doesn'’t
look (mood jdentified). How does he lock?" If the child mainteins an
inapprupriate answer, ask "Can someone else tell us how Jimmy looks?”

When another child gives an appropriate answer, say,
“Yes, that’s good. Jimmy Yooks (mood identiried). Can someone else
tell me what made him feel lrlood identl .Y

Allow the children time to offer suggestions and then
ask: "Can someone tell me what makes you feel (mood identified)?®
Let the ohildren of fer sugpestions,

*% This procedura is to be followsd for all three plctures ***
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Lesson Plan for Logical Sequencing
Materials: ng_Five Pennies; three pictures taken from the book (#1,2, & 3).

1) Gather the children around in a semi-circle and attach to &
blackboard or other appropriate aurface the three pictures. These pictures
should not be in their proper order. '

2) Say to the children: "Today, I am going to resd you s story
about & little ooy. Here he is and his name is Nicky (point t the pictures).
Befores we read this atory, we are going to figure out what he is doing. He
looks like he wants to go outside, doesn't he? (The first time you do this
lesson plen, allow the children time to discuss ths pictures. Do not, however,
discuss them in their right order. The aim oi this discussion is to meke it
clear to the children that picture #1 dapicts Nicky putting on his hat; picture
#2 depicts Nicky at the door ready to leave; and picture #3 represents Nicky
waving goodbye to his mother. When this discussion iz complete, return to the
dialogue.) "But something is wrong with the way I put up the three pictures.
They don't seenm to be in the right order. FPoor Nicky, he really wants to go
oute Do you think we can help hin?

3) Csll on & particular child saying,"Mike, car you show us which
picture should come first"

a) If the child is correct, say, "Yes, you are correct. Thia
picture (point to #1) should come first. Can someone else tell us what
Nicky is dolng?" Give the children a chance to talk about the action in
the picture, and emphasize to them that of the three pictures this is what
Nicky would do first.

b) If the child is incorrect, say, "Mike, are you sure that of

" these three pictures Nicky would (describe action of the picture he chose)

first?t If he maintains his incorrect answer, allow another child to help
him, ™Mary, can you help Mike pick the picture that should come first? If

Mary, too, is incorrect, say, "Let's see if I can help you. Before Nicky
(descrive action of picture incurrectly chosen), he would have to (action of
l%‘l_.ctureﬁ » 5o, this picture (poinb to #1) would be the first thing that
icky would do."

h) Now say, "Sally, will you show us what Nicky would do after he

put on his hat? Which picture should follow the first one?"

a) If the child is correct, say, "Yes, that is ﬂ.ght. Who
can tell us what Nicky is doling now? After a correct response, say,
"Yes, you are right. Nicky is now (action of picture #2)."

b) If the child is incorrect, say, "Look again at our pic-
tures. Are you sure (action in pleture incorrectly chosen) should come right
after Micky puts on his nati" 1i the child Is stili incorrect, allow
shother child to help (follow the same procedure as in 3b).

¢) When the correct picture has been pointed out, say, "Can
someone please tell us what Nicky has done in these two pictures in the
order he should do them?" Allow the children to answer and then say, "Yes,
you are correct. First Nicky (action of picture #1) and then he (action

"o of picture #2).w
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Lesson Plap for Logical Sequencing (cuntinued)

S) Now say, "Since we have only one picture left, this musat be the
last thing that Nicky will do. Johnny, can you tell us what Nicky is doing
in this last picture? Allow the child time to respond end then say, "Yes,
now Nicky 1s (action of #3). Who can tsll me what Nicky should do in the
right order so he can go outside (mix up the pictures)?"

6) Allow the children to do this and then say, "Now, can anyone
guess where Nicky is going? Let the children discuss this and thenmy,
"Why don't we read the story and see what Nicky is going to do.* -When
reading t he story emphasize the seonence of events.,

ERIC , 50 -
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Lesson Plan for Sequencing Events After a Story

Mgtorials: Storybook The Five Ponnies, and three pictures taken
from the story (these pictures are labelied a, b, and ¢).

1) Rersad the story to the children, again emphasiaing the
soquence of events. “hen you are finished, place on a blackboard, or
::o other appropriate surface, the three pictures’ {a,b,c) in the wrong

or.

Then say, "You just saw these pictures in our story about
Nicky. Bat it looks as if I got them mixed up., They're not in the
ordur in which they happened. What I want you to do is put them in the
order in which Nicky did them. But before we do this, let's talk about
what is happening in sach picture.”

Let the children talk about each picture and what is going
on {discuss the pictures in the order which you have them on the board,
not in the oxder they actually occurred in the story).

2) When the children have discussed this, say: "Now, Bobbie,
can you tell us which picture of Nicky came first in our story?"

a) 1If the child is correct, say: "Yes, Babbie, first
Micky did {aetion of picture a)."

b) If the child is incorrect, eayt "Are you sure that
Nieky (action of picture the ghﬂg incorrectly chose) before the
other two plctures the ¢h remains incorrect, eall on another
child to help. TIf both children cannot get the right picture, say:
"let me see if I can help you. In the story NMicky first (action of

pleture &), Can you point to the picture which shows this? That's
right. The first thing Nicky did was (sction of picture a)."”

) 3) Next ask the children: "First Micky did (actic: of a).
“hat did he do after this? Betty, can you show us?” o=

a) If the child is correct, say: "That's right. After Hicky
did (action of &), then he (action of b)."

b) If the child is incorrect, follow the same procedure
as 2b, stressing which picture comes after picture a,

4) VWhen the children have correcly identified picture b, say,
"Sines this picture (point tofe) is the only one left, it must be the
last thing Nicky did in these three pictures. What is the last thing
Nicky did? Sysie, can you tell us?”

When a child has responded correctly, allow several children to

put the pictures in order (mix them up again and then ask the children
to sequence them), as they describs the actions in the picturses.
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Curriculum Ob:actives Constructed by IVY Project Manager




Curriculum Objectives Constructed by IVY Project Mspager

Yisual Perception

Identities rrinted name.

Identifies body parts (language describes function).

Identifies self, peers, teacher in a photograph.

Given a picture, a child can identify at least L distinct objects.

Names missing purts from the whole.

Selects missing parts from the whole.

The child can arrange pictures in order.

The child Will state the order in which he follows s simple task.

The child will tell an event that bappened before or after a g;.;ren event.”
The child can group 3 pictures of similar idess.

The child can make inferences from pictures about the actions, characters,
ard settings.

The child can identify moods found in pictures. ‘
Given three pictures, the child will sequence them in left to right order.

Auditory Perception

Can distinguish likenesses and differences in sounds:
a. loud and soft
b. near and far
¢. high and low
d. difference in instruments
e, pitch
The child will follow 3 verbal directions.
The ¢hild will hear and repeat sound sequences.
The child wilirepeat a non-verbal sound pattern.
The child will identify rhyming elements in words.

The e¢hild w11 repeat a short oral direction. -
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Gurriculum Objectives (continued)

Concept Formation with Vocabulery Words
I. GClpssification

Seme/not the same/different

Some/all

Things go together because «..

1I. Seril.t:lg .

Big/1ittle (2ittler, bigger, even bigger, biggest)

Larga/small
Tall/short _
High/lw\ )
Long/short

Fat/thin

Ordering numbers to five (first, second, third, fourth, fifth)

Some/more/less yith respect to number groupings
Soft/hard (soft, harder, hardest)
Loud/quiet

Fast/slow

Smooth/rough

Hot/cold

Heavy/light

IXI. Spatial Relations

On/off

On top of/over/under

In/out

into/out of

Top/tiottom

Above/below 54

,EC In front of/in back of/behind

Full Tt Provided by ERIC.




Curriculum Objectives (continued)

Beside/dy/next to
Between
First/next/last
Up/down
Forward /backward
Around/through
To/from
Forward/away from
'Sid“ems '

” Acros‘s
Near/far
Close to/far from
IV. Temporal Rel: tions
Start/go/stop
At the same time/now
Start/finish
Begin/end
First/last
Fext/again

. & short time, & shorter time

A long time, a longer time




Appendix IIX
Pay Care Observacion Questiopnaire

o6




L D ; tructure

1. Is the morning divided into fixed activity units (e.g., free play, story
time, juice time, etc.)?

2. Are activity units kept in a fixed order from day to day?
3. Is the room set up for specific lesscns before the children arrive?
L. Are specific lessons plamned for rather than spontanecus?

1. Do artistic activities (cut & peste, finger peint, crafts) incorporate
any of the following?

color shape size body parts

animals other

——————

2. Do motor skill activities {(blocks, peg boerd) inccrporate any of the
following? ' :
color shape size body parts

——

animals ) ot_-her

3. Do music activities incorporate any of the following?

color shape size ° body parts
snimals other

4. Does story telling incorporate any of the following? -

color shape size body paris
animals other

A —

5. Is there a theme to the room (summer, colors, etc.)?
6. Are the morning's activities connected by & thieme?

ITI., Perceptual-motor skills

l, Does the teacher use sound discrimination lessons?

2. Does the teacher use texture discrimination lessons?

3. Are the children given t ime outdoors?




III, Perceptual-motor skills (continued)

L. Is there large muscle equipment svailable outdoors?
S. Is there large nuscle equipment available indoors?
IV,. Developmental Awareness

- 1, Are children divided into age-arpropriate groups for activities?
2. Are children divided into ability-aprropriate groups for activities?
V. Discipline -
1. Does the teacher scold children who misbehave?

2. Does the teacher redirect attention when children misbehave or when there.
is conflict?

3. Does the teacher use rewarding or approving lasguage?
L. Does the teacher use light physical punishment?




